Developing critical thinking skills has emerged as an explicit higher education and workforce priority. Not surprisingly, higher education generally and psychology in particular, grapple with best practices for teaching critical thinking. Should critical thinking be focused as a stand-alone course or integrated throughout the general education and major curricula? Learning narrative personality psychology promotes forms of critical thinking inherent in common practices in qualitative inquiry. A basic premise is that carefully designed reciprocity between pedagogy and content will also produce enhanced critical thinking. Thus, qualitative inquiry in psychology offers student outcomes representative of a high-quality undergraduate education. The purpose of this article is to describe a culturally responsive course design model developed for teaching and learning qualitative inquiry within an undergraduate core content psychology course. The course design model combines and applies active learning and critical thinking to teach personality psychology in an interactive lecture and final project learning lab course structure. The intention is to provide an immersion narrative personality psychology research experience, while also engaging students' learning about the full spectrum of the field of personality psychology. I will argue that personality psychology provides a natural opportunity to introduce students to one form of qualitative inquiry in psychology. Leading with a narrative personality theoretical focus allows students to see the use of qualitative inquiry as an organic research progression of observation of the human lived experience, theory, research questions, methodology, methods, and writing. The narrative tradition within personality psychology focuses on autobiographical memories, life story, psychobiography, and cases.
Life has a way of coming full circle. The course that I currently teach at Howard University, personality psychology, is one that persuaded me to become engaged in research as an undergraduate psychology major. "If you are serious about the field of psychology, and if you find this course interesting, you have to get engaged in research. Now! Find a faculty mentor and get started. You have to do it." When I heard Dr. Curtis Banks (see Banks, McQuater, & Sonne, 1995) tell our personality theory class this over 20 years ago, I did not imagine that I would now be a professor in the Howard University Department of Psychology, teaching this course and emphasizing to my students that "engaging in narrative personality research will transform your own life and facilitate your understanding of the power of research in a field, your community, and society."
In this article, I describe a culturally responsive course design model I developed over several years for teaching and learning qualitative inquiry in psychology within the context of an undergraduate core content personality psychology course at Howard University. Along with this description, I identify theoretical, methodological, and practical pedagogical challenges in course design that professors may adapt to promote critical thinking and integrate qualitative inquiry into undergraduate core content psychology courses. This model demonstrates how professors can be responsive to cultural dynamics at the level of the individual, department, and field. Ultimately, I argue that personality psychology provides a natural (i.e., organic and intuitive) opportunity to introduce students to one form of narrative inquiry in psychology because the narrative tradition within personality psychology centers on autobiographical memories, life story, psychobiography, and the life of a single case.
I use the term qualitative inquiry in psychology to refer to qualitative modes of inquiry that explore psychological concepts and theories within the field of psychology. The explicit use of this term distinguishes the inquiry of scholars who are trained in the field of psychology and pursuing answers to psychological questions that advance this field's knowledge base. As other authors point out in this special issue of Qualitative Psychology, scholarship is severely limited on teaching and learning qualitative inquiry within the field of psychology. This is true despite the importance of broadening the tools that psychological training provides to support students' burgeoning interest and to enable them to answer complex psychological questions that require qualitative modes of inquiry. Moreover, the knowledge base on qualitative inquiry across genres, other fields, and subdisciplines is rapidly expanding (see Denzin & Lincoln, 2011; Gergen, Josselson, & Freeman, 2015; Josselson, 2006; Onwuegbuzie & Leech, 2005a) . The Society of Qualitative Inquiry in Psychology (SQIP), a section of Division 5 of the American Psychological Association (APA), emphasizes that qualitative inquiry includes "topics such as philosophies of science (e.g., ontology and epistemology), methodologies, methods of data collection/generation, methods of data analysis, criteria for evaluating quality, ethics, reflexivity, and forms of knowledge mobilization and dissemination" (see SQIP, 2017) .
Keeping in mind the iterative nature of the development of the course design model I describe in this article, the course learning outcomes (see Table 1 ) emerged from several sources. One profound influence was the adoption of a person-centered framework for the teaching and learning of personality psychology. Another shaper was my philosophy about the importance of professors embracing more fully their role in guiding students through the development process as emerging adults, lifelong learners, and productive community and global citizens. An additional significant influ- Table 1 Course Student Learning Outcomes 1. Students will be able to explain the three developmental levels of personality (i.e. dispositional traits, characteristic adaptations, and narrative identity with enough specificity to be able to differentiate among each level. 2. Students will be able to apply what they learned about well-established research personality instruments to conduct a personality analysis of a person's dispositional traits, characteristic adaptations, and narrative identity with consideration of sociocultural complexities and communicate their analysis in a written and oral form for different audiences (i.e. professional research scientists and general public audience). 3. Students will be able to describe the strengths and limitations of narrative personality methods for understanding human behavior, cognition and emotion. 4. Students will be able to explain each of the four emotional intelligence (EQ) skills (i.e. self-awareness, selfmanagement, social awareness, relationship management) and demonstrate why emotional intelligence as a form of social intelligence within personality matters for educational, professional, and personal success. 5. Students will be able to apply personality theories about traits, motives, goals, social intelligence, and identity to develop a visual map of their life after graduation that incorporates the values of truth and service represented in the change in the Howard University seal in 1910 and that reflects the self-relevant goals of the Howard University Department of Psychology mission. 6. Students will demonstrate being responsible for and monitoring their own learning, as well as striving for academic excellence in all of their coursework.
ence on design for the course learning outcomes was the development of a new undergraduate curriculum in the Howard University Department of Psychology. The model was also influenced by approaches to teaching narrative inquiry described in Josselson, Lieblich, and McAdams' (2003) Fontes & Piercy, 2000; Levitt, Kannan, & Ippolito, 2013; Mason, 2002; Poulin, 2007) . Within this volume, scholars highlight the diverse approaches to teaching narrative inquiry used in psychology courses (e.g., Chase, 2003; Daiute & Fine, 2003; Ochberg, 2003 At the outset of the article, it is important to explain the series of events that preceded writing this article and that shaped the content, tone, and style of the article. The idea to write about my practice in integrating qualitative inquiry in psychology within a core content course emerged from a syllabi project of the SQIP taskforce on undergraduate education that I was coleading with Linda McMullen, professor of psychology at University of Saskatchewan and past president of SQIP. From our SQIP membership and its networks, the taskforce developed a call to request undergraduate course syllabi along with reflection statements on the design and implementation of courses focused on qualitative inquiry in psychology. This project led to two symposia, the first at the SQIP annual meeting and the second at the APA convention. As a culminating activity of the taskforce, we submitted a proposal to Qualitative Psychology for a special section of the journal focused on qualitative inquiry within undergraduate psychology education. Over time working on all of these activities, I situated my description of my course design model, the rationale for design choices, and the impact of the course. Thus, in the current article, I try to integrate successive iterations of my descriptions, model, and reflections. Also, I developed this article from the position of my commitment to high-quality teaching and learning in the Howard University Department of Psychology. This commitment is linked to my own undergraduate experiences at the institution and to my deep interest in narrative personality psychology as a mechanism for expanding understanding, transforming lives, and promoting social justice for Black students.
Narrative Personality Psychology: An Organic Introduction to Qualitative Inquiry in Psychology That Promotes Critical Thinking
What Is Narrative Personality Psychology?
In a seminal article published in the American Psychologist, argued that personality can be conceived as "an individual's unique variation on the general evolutionary design for human nature, expressed as a developing pattern of dispositional traits, characteristic adaptations, and self-defining life narratives, complexly and differentially situated in culture and social context" (p. 204). As maintained by , personality traits and individual difference approaches dominated personality scholarship for decades (see and moved the field further away from its historical mission focused on understanding the whole person (see Allport, 1937; Murray, 1938) . There were, of course, some scholars who continued to pursue narrative approaches to personality throughout the era of the dominance of traits in the study of personality (e.g., Stewart, Franz, & Layton, 1988; Tomkins, 1987) . Narrative approaches to personality offer an organic and intuitive opportunity to introduce students to one form of narrative qualitative inquiry in psychology (see Schiff, 2006) . Narrative personality psychology (see Singer, 2004) , as the narrative tradition within personality psychology, is focused on autobiographical memories, life story, psychobiography, and the single case. This tradition is the context in which qualitative inquiry in psychology is positioned in my course. The decision to engage students in the area of narrative personality psychology as a mechanism to introduce them to qualitative inquiry in psychology was driven by theoretical concepts within the field of personality psychology about autobiographical memories, the life story, psychobiography, narrative identity, and cases that answer questions like the following (see McLean, Pasupathi, & Pals, 2007; McLean & Thorne, 2003; Rice, 2008; Singer & Salovey, 1993) Sarbin (1986) asserted that narrative is the "root metaphor" for the entire field of psychology, and Polkinghorne (1988) argued that narrative is "the primary form by which human experience is made meaningful" (p. 1).
The conceptualization of the narrative self that is inherent within the theoretical and methodological underpinnings of these kinds of questions reflects a personality perspective. This orientation toward narrative is grounded in a view of a more unified identity that evolves over time. It is important to note that within the broader scholarship outside of personality psychology, narrative scholars have offered a more postmodern view of identity that adopts a more disunified, navigation, performative, and culturally saturated stance on conceptualizing the narrative self (e.g., Bamberg, , 2006 Bamberg, , 2011a Bamberg, , 2011b Gergen, 1991; Gergen & Gergen, 2012; Herman, 2002; Ricoeur, 1980) . Qualitative inquiry in psychology incorporating narrative personality theories (vs. methods per se) and engaging narrative as a psychosocial construction shifts the way students see the intellectual utility of qualitative inquiry. They become able to recognize it as an organic or intuitive research progression of observation of the human lived experience, theory, research questions, methodology, methods, and writingwhile understanding that this natural progression is also iterative and recursive. As a general rule, courses that lead with methods as a way to introduce qualitative inquiry are not inherently problematic. Instead, I adopt the position that introducing undergraduate psychology majors to qualitative inquiry in psychology is likely most interesting to them at this point in their educational experience as a way to facilitate their pursuit of psychological questions relevant to self, community, and society. Beyond these applications, there is inherent value in introductory and advanced undergraduate methods courses in qualitative inquiry.
How Does Narrative Personality Psychology Promote Critical Thinking?
Developing critical thinking skills has emerged in the United States as an explicit higher education and workforce priority (Association of American Colleges & Universities, 2013; Halpern, 2010; Hart Research Associates, 2015 ; Partnership for 21st Century Skills, 2006). As a result, higher education generally and psychology, in particular, grapple with best practices for the teaching and learning of critical thinking. Should critical thinking be focused as a stand-alone course or integrated throughout the general education and major curricula?
Teaching and learning narrative personality psychology promotes forms of critical thinking inherent in common practices in qualitative inquiry. A basic premise is that carefully designed reciprocity between pedagogy and content will also produce enhanced critical thinking. Thus, in some respects qualitative inquiry in psychology can be in service of achieving significant student learning outcomes of a high quality undergraduate education. Interpretation is an example of one of the practices within qualitative inquiry that promotes critical thinking. More specifically, the cognitive process of interpretation engages the researcher in making sense of symbols, words, and experiences. As part of an interpretive process, the researcher searches for data patterns to draw inferences that link together at a higher level of abstraction to describe, explain, or predict, while also attending to multiple perspectives on the same data (i.e., perspective taking). Interpretation also engages the researcher in an iterative process of exploring and questioning the nature of "evidence." Logic and reasoning are the critical thinking hallmarks of all of these elements of interpretation.
The concept of narrative itself within narrative personality psychology also provides a good illustration of how teaching and learning in this area can promote students' critical thinking. The framework that I use for critical thinking teaching and learning is Bloom's taxonomy (see Anderson & Krathwhol, 2001; Bloom, Engelhart, Frust, Hill, & Krathwohl, 1956 ). This taxonomy includes several hierarchical components of critical thinking: knowledge, comprehension, application, analysis, synthesis, and evaluation. In narrative personality psychology, narrative is conceptualized in several ways: as a psychosocial construction that is an element of human personality (e.g., narrative identity, internalized and evolving narrative of self); as a "data product" that results from a method of narrative inquiry in the form of an autobiographical memory; as a psychobiography; or as a life story varying in degree of narrative specificity. These varied conceptualizations of narrative imply that teaching and learning can emphasize different levels and types of critical thinking. Among them are "defining" (knowledge) each concept, "describing" (comprehension) each concept, "applying" (application) each concept to the course research project, "differentiating" (analysis) among the concepts, "formulating" (synthesis) ways to write about the concepts in the same project, and "justifying" (evaluation) the use or application of the concepts within the course research project. It is important to note that there are multiple narrative conceptualizations and methods used in the larger field of psychology other than those typically adopted in personality psychology (e.g., Bamberg, 2011a Bamberg, , 2011b Bamberg, 2012; Freeman, 2010; Gergen, 1991; Gergen & Gergen, 2012; Hiles & Cermák, 2008; Polkinghorne, 1988; Riessman, 2008; Willig, & StaintonRogers, 2008) .
A Course Design Model for Teaching and Learning Qualitative Inquiry Within a Personality Psychology Course
This is a course design model that combines and applies active learning and critical thinking to teach personality psychology in an interactive lecture and final project lab course structure. It provides students with an immersion narrative personality psychology research experience, while also engaging them in learning about the full spectrum of the field of personality psychology. I designed, developed, and implemented the model using a process that explored a series of questions: (a) What are the frameworks commonly used to teach this core content area (i.e., personality psychology)?; (b) What is the breadth and depth balance of specific topics within the core content area?; and (c) How can I design a narrative personality final project that promotes active learning, higher order critical thinking skills (e.g., application, synthesis), and professional development (e.g., project management, personal effectiveness, oral presentation)?
In designing the model, I had to identify the student learning outcomes, a pedagogical approach and an assessment mode. I initially derived the specific course student learning outcomes from answers to the series of three questions. The learning outcomes were further shaped by the learning outcomes in my department's new undergraduate curriculum that was implemented in the fall of 2015. Our new curriculum includes learning outcomes that focus on both the institutional and departmental mission and those from the APA Guidelines on the Undergraduate Psychology Major (see APA, 2013; Norcross et al., 2016) .
The model employs a pedagogical approach that fosters active learning. During the interactive lecture portion of the course, the active learning approach to teaching engages students in more than passive listening (see Bonwell, 1996) . More specifically, students are engaged during the interactive lectures in various narrative personality psychology reading, writing, discussion, debate, video analysis, current news applications, and role-playing activities that stimulate narrative modes of thought. Projectbased learning is the form of active learning emphasized in final personality project learning labs. Larmer, Mergendoller, and Boss (2015) described a project-based learning approach as a teaching method in which students gain knowledge and skills by working for an extended period of time to investigate and respond to an authentic, engaging and complex question, problem, or challenge. Consistent with many of the project based learning models that they describe, the final personality projects have an applied narrative focus on the following key elements of project based learning: key knowledge, understanding, and skill success, challenging problem or question, sustained inquiry, authenticity, student choice, reflection, critique, revision, and presentation project.
I decided to use both formative and summative assessment to guide practice during integration of qualitative inquiry into the course and ultimately determine the extent to which students had mastered the course learning outcomes. In what follows, I describe the core components of the model and the rationale for their inclusion. The goal is for the reader to have a good sense of not only the what, but also the why of the content design decisions.
Core Content Area Design Decisions: Framework, Breadth, and Depth
There were a few common frameworks used to teach personality psychology that I had to consider to make content decisions for the course design model. In the textbooks and handbooks developed by personality scholars, the majority of frameworks were developed in the 1960s. One framework focuses on "grand theories" developed in the 20th century (e.g., Schultz & Schultz, 2012) . A second framework centers on research topics and issues, often grouping theories into domains of knowledge that provide the foundation for the analysis and understanding of human personality (e.g., Funder, 2012; Larsen & Buss, 2013; Ryckman, 2013) . For example, Larsen and Buss (2013) focus on the dispositional, biological, intrapsychic, cognitive/experimental, social and/culture, and adjustment domains. Another framework adopts an integrative person-centered approach to personality psychology, reflecting both historical and contemporary theory and research in the field of personality psychology (e.g., McAdams, 2009; McAdams, 2015) .
I decided to develop the model using the person-centered framework developed by Dan
McAdams. In the preface of his textbook McAdams (2009) defined this person-centered framework as presenting a unifying vision of what the science of personality psychology is and should be for the 21st century. It is a vision that reintegrates the classic theories with contemporary research and links to a central question in which almost every student is interested. That question is "What do we know when we know a person?". McAdams (2009) emphasized that this framework helps students understand this question from the standpoint of both science and everyday life.
The rationale for choosing this personcentered framework was multifaceted. First, it was appealing because it stays true to the original mission of the field of personality psychology to focus on the whole person (Allport, 1937) . Personality scholars have also pointed out that this is where all the subfields of psychology come together as an integral field (Funder, 2012; .
The decisions with respect to content were premised on the idea that a breadth of concepts and topics within the field of personality psychology should be explored to enable students to gain a holistic sense of the field (see Table 2 ) and to achieve the course student learning outcomes (see Table 1 ). I also desired to engage the students in the particularities of narrative personality concepts and topics. The breadth approach also allows students to receive a very similar content coverage to what they may acquire in a personality psychology undergraduate course at another university, while at the same time creating the rare opportunity to become immersed in the area of narrative personality theory and research. I also sought to identify topics and core concepts within personality psychology and sequence their integration into the Table 2 Personality Psychology Topics 1. Knowing the person: Mission & history of Personality Psychology, personology, fundamental questions and methods in Personality Psychology 2. Fundamental principles of an integrative science of personality: Evolution and human nature, the dispositional signature, life narratives & the challenges of modern identity, and the differential role of culture 3. Human personality, culture, and social context 4. Personality traits: Fundamental concepts, issues, 5 basic traits in the brain and in behavior, genes, environment, and time 5. Characteristic Adaptations: Motives, goals, social intelligence, self-schemas, and development tasks & stages 6. Narrative identity: Meaning, developmental milestones, scenes, scripts, and psychobiography course based on logic, difficulty, and linkages with each other. As often as possible, I used students' prior knowledge to maximize their learning of the course topics and core concepts. For example, the final project focuses on application of narrative personality theory and methods to the meaning of the lived experience of race, an experience with which our students at Howard University are well acquainted.
Final Narrative Personality Project Learning Environment and Structure
In designing the final project, I created a learning environment that cultivates an intimacy in students' work with narrative personality theory and research methods, while also affording them the opportunity to consider the broader context in which narrative is situated within human personality. The project was also designed for students to learn how to conduct narrative personality research by building upon their foundational engagement in organic and intuitive opportunities throughout the narrative personality theories and concepts course modules.
Critical thinking contexts and designing an experiential learning environment. There are primarily two course contexts in which higher-level critical thinking about narrative personality psychology is facilitated. Experiences that students have in these two contexts prepare them for the higher order thinking required to synthesize and apply their personality psychology knowledge to complete a final narrative personality research project. In the first context, students' immersion into defining concepts and identifying theories of narrative personality psychology (e.g., narrative identity, autobiographical memory, meaning making) is the focus of Module 2, Making a Life: Narrative Identity and the Stories We Live by. In the second context, methodological concepts and analytic techniques are introduced. These learning labs occur for one of the three 50-min course meetings each week. As an extension of the regular interactive lectures, the weekly learning labs incorporate active, experiential, and self-directed pedagogical approaches.
Because the final project learning labs provide an opportunity to go beyond definition and identification of narrative personality concepts that students are learning in the interactive lecture structure of the course and move toward synthesis and application, these labs emphasize the higher order thinking skill of understanding represented in Bloom's taxonomy (see Bloom, Engelhart, Frust, Hill, & Krathwohl, 1956 ). The complexity of narrative personality concepts (i.e., narrative as both a psychosocial experience and methodology of inquiry) led me to develop this scaffolded approach to learning and deliberately create learning labs that promote active experiential learning and cultivate a knowledge-centered environment. In essence, a key feature of knowledge centered environments is going beyond simple student engagement and encouraging learning by doing, but with an emphasis on understanding (Greeno, 1991) .
Interpretation is a hallmark throughout the final narrative personality project research process. Students are encouraged to think about how their identities, values, and life experiences shape the questions they pursue as they gather autobiographical memories, analyze these memories, and represent them in written form. In addition, students are encouraged to make sense of the cultural, historical, and relational context in which the constructed autobiographical memories unfold. Knowledge-centered environments attend to the knowledge, skills, attitudes, and cultural experiences that learners bring (see National Research Council, 2000). As students' engage with the final project, interpretation takes the form common in many traditions of qualitative research of exploring patterns, contradiction, and complexities. As students engage in interpretation throughout the research process, they experience the iterative critical thinking process that characterizes most narrative inquiry.
Narrative personality topic selection and methodology. Over time I have observed that many Howard University students are interested in the topic of identity. They also are curious about their cultural experiences that are shaped by the meaning of race in American society. Thus, I decided the major foci of their final project would be narrative identity as well as exploring how the meaning of race can be processed narratively within lives, a central interest of my scholarship. College students' interest in identity may be because they are in a stage of development when new identity questions emerge. The nature of their identity questions may also be evolving as they encounter the culturally diverse students at Howard University from throughout the United States and over 70 countries in the world. Studying narrative identity creates a natural frame to engage students in qualitative inquiry. It also promotes inquiry that has promise for challenging those cultural conventions in the field of psychology that stifle a full understanding of both individuality and the cultural diversity of African Americans and other Black people throughout the world. The narrative personality project contributes to Howard University students' cumulative learning experiences that equip them to be leaders, professionals, and world citizens who are guided by the mission of Howard University the principles veritas (truth) and utilitas (service) represented in the University seal (see Winston, 1976) .
The final project requires students to gather narrative identity data from a single case in the form of autobiographical memories using the Guided Race Autobiography (GRA; Burford & Winston, 2005) . The single case is the student, much like what would be done within an autoethnography. However, unlike autoethnography, the final product is written in the third person rather than the first person. The GRA is a new narrative instrument developed at Howard University in my research lab, the Identity and Success Research Laboratory (ISRL), by Tanisha Burford for her master's thesis project. I work with the students to conceptually understand the research design as a case study grounded in biographical and life story methods (see common to the field of personality psychology.
In early phases of the courses, students learn about case study as an important methodology used historically by personality psychologists (e.g., Allport, Bruner, & Jandorf, 1941; Freud, 1905 Freud, /1963 , a form of idiographic research, and an option for certain kinds of narrative personality psychology studies. Further immersion into case study research design emerges within the interactive lecture of the second course module and the "project overview" learning lab. In both of these contexts, I emphasize that there are multiple definitions and types of case studies (e.g., intrinsic, instrumental, and collective; see Houghton, Casey, Shaw, & Murphy, 2013; McAdams, 2009; Stake, 2005; Yin, 2006) .
Within the final project guidelines, students have to choose either an intrinsic or instrumental case conceptualization. Stake (2005) explained that a researcher typically selects an intrinsic case study approach when she wants to better understand a particular case rather than because the case illustrates a particular trait, abstract concept, or problem. He asserted that a researcher chooses an instrumental case approach when he wants to gain insight into an issue or phenomenon and the case if of secondary interest. For the final narrative personality projects, often within the instrumental case conceptualization, the narrative identity of the case is the primary focus of the student's inquiry, whereas the intrinsic case conceptualization typically focuses more squarely on narrative identity within the particularities of the case's life experiences and circumstance. Either choice requires students to understand the boundaries of the case and the complexity of the patterns within the bounded system.
Once students gather their data, they interpret and analyze their narrative structure using the ISRL narrative structural analysis research method. In addition, students use two research methods approaches (i.e., the ISRL narrative emotional tone analysis research method or the ISRL narrative race experience thematic content analysis research method) to analyze the emotional tone and thematic race meaning content of each of the autobiographical memories of race (see . All of these research methods were crafted in ISRL by my students and I on the basis of existing theory and research on narrative structural features (e.g., Labov, 1985) , basic and self-conscious emotions (e.g., Tracy & Robins, 2004) , and the psychological significance of the meaning of race (e.g., Boykin, 1986; Cross, 1971; Franklin, 1999; Harrell, 1999; Jackson & Williams, 2004; Jones, 1997; Lewis, 2004; Rice, 2008; Sellers, Smith, Shelton, Rowley, & Chavous, 1998) .
The final product for students' research project is an APA style written research report that includes the following: title page, abstract, introduction, method, results, discussion, references, appendixes, and tables. Students also completed an oral presentation of their project to the class. Within the introduction, students are required to include a description of the following elements: (a) purpose of the study and research question, (b) problem statement that integrates theory and research both on narrative personality psychology and the psychological significance of the meaning of race, (c) narrative identity theoretical framework and mini literature review. Within the method section of the report, students have to describe and define the "case" and to justify the choice of the type of single case (i.e., intrinsic vs. instrumental) and the adoption of a narrative personality theoretical perspective. They also have to make sure their description explicitly specifies both the methodology and method used in the study. In addition, they have to describe the data collection instruments and procedures. Given the nature of narrative research and complexity of interpretation, students have the option of combining the results and discussion sections of the written report. With respect to the results more specifically, students are required to summarize the data in both paragraph descriptive form and a visual format. They also have to report their interpretation in sufficient detail to justify their conclusions. Within either their results or discussion sections, students also develop a reflexivity statement that takes into account their own role in the inquiry and describes their assumptions and biases.
Narrative personality project management and personal effectiveness. How do students manage this semester-long narrative personality project and course work in this class along with that in other courses? The learning labs not only include narrative personality topics, but also incorporate professional development topics focused on project strategic planning and management (see Table 3 ). The rationale for incorporating these professional development topics is that students need narrative personality psychology content knowledge and strategies for managing the vast corpus of data that emerges from narrative personality research data gathering and analysis.
Explicit management of voluminous data generated by qualitative inquiry in psychology research projects is an underdeveloped training area within the field. And yet, the quality of the management of these data and their respective analyses are key elements that solidify their credibility. In teaching undergraduate students to engage in qualitative research projects, explicit emphasis on strategic planning and management is important. Relatedly, the strategic planning and management learning labs engages students in growing their personal effectiveness in the areas of mission-driven living, cultivating habits for success, and emotional intelligence (see . This kind of personal and professional development used for the final narrative personality project also contributes to students' preparation for careers and work environments that are increasingly collaborative, project based, and problem solving centric.
Challenges in Course Design
As I have emphasized throughout this article, the process of designing a course that integrates qualitative inquiry in psychology is iterative. In some ways, we might even consider that highquality course design generally (in any subject) is iterative. It is difficult to write about the challenges in course design that I have experienced largely because of both the iterative nature of design and the more linear nature of coherent writing. I describe the challenges in a way that stays true to the process of thinking, navigating, redirecting, and adapting that I used to develop the model.
Situating Qualitative Inquiry in Psychology
One challenge in course design is determining how to situate qualitative inquiry in psychology. The approach to this has changed over the time I have taught this course. Before the last semester during which I taught this course-the semester when I really felt confident that I had developed a solid model-I introduced qualitative inquiry in psychology using Chapter 1 of Creswell (2009), A Framework for Design. Within this chapter, I emphasized his model of inquiry that describes and aligns ontology, epistemology, methodology, and method. Although the use of this chapter and subsequent learning activities marked a start, this experience led students to often be overwhelmed and frequently confused by the array of new terms and decontextualized philosophical explanations. It also had the effect of sucking some of the air out of students' good ideas and excitement about research. In some ways in my role as teacher, I felt as though I spent a lot of time defending the use of qualitative inquiry in psychology. And I often wondered if I was using students' prior knowledge about research methods in an effective way-a way that did not undermine the very points I was trying to make about quantitative and qualitative approaches to inquiry not being simply polar opposites (Onwuegbuzie & Leech, 2005b) . Again, it is well established from the science of learning that use of prior knowledge for learning new concepts promotes and accelerates both learning and motivation (National Research Council, 2000) . However, as with any teaching and learning principle, it is only as good as its contextspecific application and adaptation.
As a result of these previous experiences, in the most recent offering of the course, I decided to start with the narrative personality theory, questions, and methods I previously described in this article. I did so without providing a broader context of qualitative inquiry first. On the first day of the course and throughout, I share my philosophy that questions should drive research and inquiry, unless a researcher is pursuing a set of methodological questions. It was not until toward the end of the course and final project that students read more broadly about qualitative inquiry beyond narrative personality psychology. chapter, Introduction: The Research Process was the first reading. His chapter provided students with a broader context for the final narrative personality research project they had already begun. The chapter introduced students to Crotty's (1998) framework for research design, which includes the core research process concepts of theoretical perspective, epistemology, methodology, and methods. Introduction to framework emerged at an ideal time during students' engagement with narrative personality psychology concepts and seemed to have a motivational effect on them. They became more engrossed in study and narrative research design questions and seemed more committed to searching for the most appropriate ways to answer these questions.
Also, I have speculated that because the questions that I used in the examples focused on the narrative processing of race, the students were hungry to try to explore methodology and methods to craft various answers. These types of questions aligned with many of their own interests in the sociocultural dynamics of the lived experience related to race and racism in the United States. Also, the questions had synergy with many of their other educational experiences at Howard University within and outside of the department due to our institutional mission (see https://www2.howard.edu/about/ mission-vision). Thus, the developing model capitalized on existing student interest, a wellestablished motivational learning mechanism (e.g., Wigfield & Eccles, 2000) .
Structuring Semester-Long Narrative Personality Project Experiential Learning Activities
A second challenge was determining how to identify and structure experiential learning activities that would facilitate a solid first narrative personality research project in one semester. The nature of this challenge is the scope and depth of qualitative inquiry concepts that the students have to apply to complete a research project in the short period of a semester. Within the course design model, I adopt two complementary approaches to meet this challenge. I align the structure and pacing of the narrative data collection, analysis, and writing project assignments with best practice in teaching and learning. Throughout the course, there are several types of learning and feedback activities in which students engage: active learning (final project learning labs), chunking (drafting and submitting small elements of the larger project), and feedback (informal and formal assessment). These forms of learning and assessment lend themselves well to navigating the challenges students face when first trying to apply an understanding of complex concepts common in many forms of narrative personality psychology (e.g., interpretation, meaning making, reflexivity) to their own final research projects.
Each of these components worked together to provide a wide range of complementary teaching and learning activities. With respect to the learning labs, even though this is not a lab course per se, I structured it so that one of the three weekly 50-min classes is denoted as a "Final Project Learning Lab." Within these learning labs, there are multiple topics, critical thinking skills, and reading related to designing and executing a narrative personality project (see Table 3 and Table 4 ). For the learning labs, I used various active learning teaching techniques that enable students and the professor to work together in developing inductive reasoning habits common to many of the data collection and analysis techniques necessary for a narrative personality final project. Some of the teaching techniques include exploration, scaffolding, modeling, direct instruction, and an embedded librarian. In terms of students drafting and submitting small elements of the larger project, I was able to do so both in the form of regular class assignments associated with the interactive lectures and learning lab assignments (see Table 3 ). In essence, these assignments included the following types of learning activities that students first practice in the lab and later complete as part of their homework assignments: active reading of research articles; information literacy exploration and literature review; problem statement and argument development; construction of autobiographical memories using an instrument with guided autobiography techniques, application of research methods analysis manuals to student-gathered data, interpretive warranting, descriptive synthesis and technical research report writing, and project strategic planning and management exercises.
As students were developing their final projects, I used a range of feedback mechanisms as part of the formative assessment because of the well-established link between timely feedback, motivation, and learning (National Research Council, 2000) . I used a process of peer review that included an instructor-generated rubric that served the dual purpose of helping the peer reviewer student to check her own understanding of narrative concepts through application within students' final narrative personality project, while at the same time giving the target student feedback. This practice is another example of creating a knowledge-centered learning environment characterized by going beyond simple engagement to understand narrative as a psychosocial construction to actual data gathering and analysis of life experiences in storied form as a methodological activity. Also, I gave all students general review comments designed to provide individualized feedback on the appropriateness of their application of narrative theoretical and methodological concepts to the final project. Finally, I developed a rubric that students could use as a self-monitoring strategy. Both peer review and self-monitoring assessment strategies that I adopt in this course provide students the opportunity to experience a widely embraced value in qualitative inquiry in psychology that there can be multiple interpretations of the same data. Relatedly, these two assessment strategies concretely illuminate the Table 4 Final Project Learning Lab Reading concept of "warranting" that they learn about more abstractly. This allows students to understand the importance of providing specific support for interpretative conclusions they draw from the data.
Another challenge was how to align the structure and pacing of the assignments with the socioeconomic realities of the students that our university serves. Thus, in developing the model for integrating qualitative inquiry in psychology within a personality psychology course I thought deeply about these practical considerations related to the institutional context. The university provides 100 million dollars in financial aid to students, which is a reflection of the current institutional commitment to provide academically talented students with an education regardless of their families' ability to pay. Our student body is predominantly Black, including a large percentage of students from Caribbean and African countries, and many students who are first-generation college students. The median family income of Black families in the United States is $35,398 (DeNavas-Walt & Proctor, 2015) . The income demographics of students at Howard University mean that 50% have family incomes that make them eligible for Pell grants (Howard University Presidential State of the University Address, October 21, 2016). Of this 50%, 37% have incomes that make them eligible for zero family contribution. The shortages of family income resources mean that students struggle with tuition, books, housing, and other living expenses. Students often work to support themselves, while also providing financial assistance to their families as they are able. Thus, the majority of the students in the course work at least 40 hr per week, while also being enrolled full-time with a course load of between 15 and 18 credit hours.
Over time, heightened awareness of the many work hours students carry alongside full-time enrollment has stimulated me to give even more careful attention to the structure, format, and due dates of their narrative personality final project. One way in which I attend to structure, format, and due dates is to develop a schedule of assignments that breaks down what normally would be larger chunks due into smaller ones. Students are often able to complete at least small parts of these assignments that move them forward and prepare them for participation in the upcoming final project learning lab. In addition, I have become more flexible in the format that assignments take. For example, I created assignments that allow for students to do some handwritten drafting, while on work breaks, long train rides to school and work, which later they convert to a typewritten form.
A second way in which I very intentionally attend to structure, format, and due dates is to provide very deliberate guidance during the project management learning lab on approaches to completing the narrative personality final project assignments, along with the specific written assignment guidelines. I was a little reluctant to provide strategic advice and management tools because I think students need to practice and hone the skill of project planning while in college. However, I decided after reading students' reflective journal writing as they journey through the project and listening to the realities of their lived experiences in my office hours, the benefits of providing guidance and tools outweigh the benefit of them having more independent project management experience. I am confident that students get a lot of that type of experience in other college courses that include projects. In total, I have found that some of these approaches to the structure, format, and due dates end up being very small for me as the instructor but impactful in students' management of reducing the many stressors they are facing related to their education, work, and family life.
Specifying the Case
Another challenge that I must highlight is the tradeoff of students studying themselves, rather than another person, for the final personality project. Even though the project is focused on self, I do not position it as an autoethnography per se. I decided not to do so because I thought it could be overwhelming for students to reconcile the specific features of autoethnography, along with the narrative personality methodology that they were just learning in the course. I did emphasize that the study they were undertaking could be considered a form of case study. I did so for several reasons. Case study is integral to the history and theory in personality psychology. As such, across the course we explored case study first as part of an illustration of the history of personality psychology anchored in personology (see Schneidman, 1981) , then as an element of methodological approaches to the study of human personality including psychobiography (Schultz, 2003) and finally as an exploration of various applications of narrative within narrative personality psychology . Another reason, I chose case study framing was that it is a method in and of itself that students may find useful in other courses, disciplines, and projects.
I was confident that studying oneself promotes multiple opportunities for students to form the habit of mind required for narrative personality inquiry. For example, students studying self required them to engage in the following practices: adopt an interpretive lens of narrative as both a psychosocial construction and methodological tool; wrestle with applying a coding scheme to narrative data, which is typical of many narrative personality psychology studies (e.g., McLean, & Thorne, 2003; Moffitt & Singer, 1994) ; and craft an integrative narrative summary as a representation of their analysis and interpretation (e.g., .
At the same time, I was aware that the students' familiarity with self, not wanting to be as reflective or honest with self, professor, or both, may pose a problem for students receiving a "fully authentic" experience with narrative personality inquiry. However, the extent to which this unfolds becomes apparent in students' final project reflexivity statement.
Sustained Engagement in Qualitative Inquiry in Psychology and Curricular Reform
As I think about all of these challenges cumulatively, I often find myself going back to the student learning outcomes and asking to what extent the project still meets the outcomes to introduce students to qualitative inquiry in psychology within a personality psychology course and promote forms of critical thinking inherent in common practices in qualitative inquiry. I remind myself that this is a single semester course and a first narrative project. Perfection is not what I am striving for with the students. Instead I want students to have some experience with executing a narrative personality project from beginning to end and gain insightful appreciation of the different tools of data gathering used in narrative personality research. Also, my goal is for them to see the theories and concepts they study come to life in pursuit of a question that is relevant to their own lives and others who contend with similar lived experiences. In essence, I want them to get excited about the possibilities that research, qualitative inquiry in psychology, and narrative personality psychology can have for them academically, personally, and professionally. As I think about these key dimensions of experience that I want students to have, I am able to rest in the satisfaction that I have met my core goals for teaching and learning. And I remind myself of my view of crafting a model as an ongoing, adaptive, and flexible process.
At the end of the semester when students complete their final narrative personality project, I often reflect on my original project aims about stimulating their interest in qualitative inquiry beyond the course. In terms of sustaining undergraduate students' engagement in qualitative inquiry in psychology in ways I have described within my course design model, our department's curricular reform created a natural opportunity to advocate for the integration of student learning outcomes on qualitative inquiry in psychology. As a result, as of Fall 2015 our research methods (formerly Experimental psychology) was renamed Research Design and Analysis. For three semesters this new course has integrated these new student learning outcomes focused on qualitative methods. The new curriculum also includes an advanced topics course in qualitative methods along with a second advanced topics course in qualitative methods. Thus, the Model I described here, which was developed before this new curriculum was implemented, will serve as a complement the department effort to provide students with an undergraduate psychology education that is research intensive, methodologically diverse, and inclusive of experiential learning.
Conclusion
I have advanced the argument that a personality psychology course can provide an ideal vehicle for students to learn about human personality and strengthen their critical thinking skills, while simultaneously experiencing immersion in one form of qualitative inquiry in psychology-narrative personality psychology. Illustrating how qualitative in-quiry in psychology can be integrated into a core content course should stimulate other professors to adopt this practice for other core content areas (e.g., developmental psychology, social psychology, educational psychology). This model demonstrates how professors can be responsive to cultural dynamics at the level of the individual, department, and field. In this final section of the article, I will recommend principles professors can use in their course design, as well as reflect on the personal and broader significance of designing a course that facilitates the formal learning of qualitative inquiry in psychology.
Based on my experiences, I recommend four principles professors may adopt to promote critical thinking and integrate qualitative inquiry in psychology within undergraduate core content psychology courses. The first principle is to explore natural opportunities. Among the content relevant in a core content psychology course like social psychology or developmental psychology, for example, a professor can ask himself the following question, "what theories and concepts lend themselves to inquiry that is phenomenological, storied, and/or discursive?". For example, in developmental psychology there are motive and goal concepts that have elements that emphasize experience, use of stories as a form of interpretation, and close examination of the action in language. The second principle is to identify entry points. The professor can reflect on the range of entry points and select one that makes the most sense theoretically (e.g., bang for your buck with your learning outcomes) and practically (e.g., time in a semester, ease of integration). As I have described, I identified narrative personality psychology as an entry point within personality psychology to delve into qualitative inquiry in psychology. The third principle is to be intentional in selecting and designing the type of learning environment that can promote multiple modes of critical thinking common to qualitative inquiry (e.g., inductive reasoning, drawing distinctions, synthesis). A final principle is to not be reluctant to use an iterative process of piloting and course correcting during navigation of the design and implementation phases. In fact, the professor can use mechanisms to make this possibility clear to the students and easy for the professor (e.g., syllabus statement about possibility of changes, modular assignment matrices provided at the start of each module). The use of varied forms of assessment including formative allows the professor to ask herself, "How is it going?" and "What needs adjustment or even abandonment?", whereas the summative forms of assessment (e.g., research manuscript, oral presentation, final exam) provide the answer to the question "To what extent have students achieved the course student learning outcomes focused on understanding, knowledge, and skill?".
An important part of this journey has been the enrichment of my professional practice as a professor. The use and application of narrative personality psychology in my course inspired me to develop a model that links to the intellectual liberation, social justice, and excellence values common to both the Howard University mission and the reinvigorated field of qualitative inquiry in psychology (see Gergen, Josselson, & Freeman, 2015) . This is evident in the narrative personality final project with its simultaneous focus on expanding interest in inquiry in the narrative processing of the meaning of race, application of important forms of qualitative inquiry in the field of psychology, and provision of high quality learning and teaching methods for some of society's most economically, educationally, and socially disenfranchised students (i.e., African American and poor students living in the United States).
I have been able to observe how students respond to having the opportunity to integrate theory, methods, and complicated approaches to pursue questions that connect with their everyday lived experiences and intellectual aspirations in the field of psychology and related fields. Many of the students I teach seek to engage in meaningful intellectual work, including but not limited to research, that will transform lives, impact their community, and stimulate growth of the field of psychology. In many ways as I developed and executed this course, I felt like I was providing mission-driven simultaneous service to field (e.g., promoting qualitative inquiry in psychology) and university (e.g., equipping future graduates with tools to explore problems of social justice). Recently, a former student in the course reflected on his experience in my personality psychology course and its impact in the following email he sent to me.
I just graduated in May and I will be starting a new job on Monday as a therapist for youth in Los Angeles. I am forever grateful for your personality theory class several years ago. That was the most challenging course I took as an undergrad and it truly prepared me for graduate level work. I promise to do great things with my degree and use narrative personality theories and methods of inquiry to understand and improve the lives of those in our community.
At the same time, there is great promise in professors offering service to the field through integrating qualitative inquiry in psychology into undergraduate courses, there is a lot of work ahead. Although there is excellent writing on teaching qualitative inquiry in psychology (e.g., Fontes & Piercy, 2000; Levitt, Kannan, & Ippolito, 2013; Mason, 2002; Poulin, 2007) , the resources available to psychology professors remain limited. What seems to be evident from this scholarship and from the work of the taskforce on undergraduate teaching and curricula of SQIP (see qualpsy.org/task-force.../sqip-taskforce-on-undergraduate-teaching-and-curricula) is that there is a diversity of approaches professors take to teaching and learning qualitative inquiry in psychology. As highlighted in the quote from Josselson, Lieblich, and McAdams (2003) at the beginning of this manuscript, many of us teaching narrative research (in the field of psychology) were never formally "taught" how to do it, but learned in the process of doing narrative research. Thus, many of us do not have an "internalized teacher model from our experience to guide us." (Josselson, Lieblich, & McAdams, 2003, p. 3) . During the course of working with the SQIP taskforce and the contributions to this special issue, scholars have expressed a similar reflection about their experiences. Hopefully, the course design model that I have described provides a wellarticulated framework for professors who aim to integrate qualitative inquiry into the design of their undergraduate psychology core content courses.
There has been a mix of exhilaration and creativity I have experienced both in developing the course and writing about the resultant model. I hope that other professors use the proposed model and adapt it to their local institutional context, strengthen its tenets, and share these modifications in their professional writing. I am intellectually liberated and encouraged about the future of qualitative inquiry in psychology. Within our new curriculum for the undergraduate psychology major, Howard University students now will have multiple opportunities to learn qualitative inquiry in psychology beyond my course. Thus, they will be equipped to answer many questions about the human experience, particularly those about the lives of people who contend with the pervasive impact of racism, sexism, and poverty that persists in the world. Moreover, these students will be the intellectual beneficiaries of the vision and persistence of the scholars who were the architects of the formal entry of qualitative inquiry into the APA (see Gergen, Josselson, & Freeman, 2015) and the formation of both the Society for Qualitative Inquiry in Psychology and the journal Qualitative Psychology. I am confident that Dr. Curtis Banks, my personality psychology professor who is responsible for engaging me in research as an undergraduate, would be pleased with how his legacy is living on not simply through me, but also in the lives of Howard University psychology students conducting their very first narrative personality research project. If this course continues to have the impact I intend for it to have, it will not be their last!
